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ABSTRACT

Educational journals have reflected the growing

interest in the teaching and learning of the process of
writing. Many studies have been done to observe students as
authors using a writing process in a more open, risk free
environment. Studies have indicated that the use of a

writing process has strengthened students* skills in

reading, spelling, oral communication, handwriting, higher-

level thinking skills, as well as writing.

The essential elements of a writing process were noted
as researched from the leading authorities in the area of
children's writing. These elements were discussed'
individually and the importance of each noted. The need for
a different classroom environment and teacher's role were

focused on. These two areas break the traditionally teacher

directed and planned environment of the past and instill a
coaching, risk taking environment where the students have
greater choice in what, how, when, and why they will write.
The handbook will be introduced in an inservice meeting

with teachers. Teachers' progress(successes and failures)

will be addressed in follow-up inservices and through PeerCoaching.
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INTRODUCTION

There is a long history behind the study and
instruction of reading. Until recently, the literature has

reflected the learning and teaching of reading alone.

However, since the early 1980's, the literature reflects a
shift to questions concerning how to teach writing and ways

to tie reading and writing together in supportive ways.
The value of writing has been recognized as part of
educational programs.

Things are changing in the field of writing ....
During these last fifteen years we have had, for the
first time, major studies on how children develop as
writers. Unlike most educational research, these
studies are having a direct and powerful effect on
classroom teaching (Calkins, 1986, p. 13).
As more information has surfaced from these studies, more
teachers have become aware of writing as a process. Lucy
Calkins(1986) states:

We have begun to recognize that many writers follow
a process of craft when they work, much as
researchers follow a scientific method. When we

understand the writing process, we can help each of
our students invent, use, and adapt effective writing
strategies (p. 16-17).
The writing process may be taught in various ways.
"Theorists describe the writing process in different ways:

as prewriting, and writing; as circling out and circling
back; as collecting and connecting"(Calkins, 1986, p. 17).
Deborah Rowe, Jerome Harste, and Kathy Short (1988)

present this process as an "authoring cycle". Children are
1

given uninterrupted writing time in class to produce a

written piece on a self-chosen topic. The students take this

piece to an author's circle, where each student author, in a
small group of three to four, reads their written piece and
receives feedback from other student authors in the group.

The student then self-edits and revises the piece.

Subsequently, the piece is taken to an outside editor, who

might be the teacher. "The job of the outside editor is
patterned after the responsibilities of editors at
publishing companies" (1988, p. 20). From this point the
student takes the piece to publishing.
Nancie Atwell presents the writing process as a

"writing workshop" (1987). Two things are done before the

actual writer's workshop begins: a mini lesson, "... a brief
meeting that begins the workshop where the whole class
addresses an issue .... I also use this time to talk about

issues of process or technique ..."(1987, p.77), and a check
on individual student's progress through a status-of-the
class chart.

According to Nancie Atwell (1987), writer's workshop is
the heart of the writing class. This is where the students

are on their own to choose their topics, write about them,
self-edit, revise, and conduct peer conferencing. During

this time, the teacher moves around the room conducting
personal conferences with individual students. At the
2

conclusion of the workshop, the class meets together to

share as a group. "Two important general purposes of group

share are served right from day one: to bring closure to the

workshop, and to find out what other writers in the workshop
are up to" (Atwell, 1987, p.85).
It is our job as teachers to help students learn to use

and take ownership of the writing process.
Children want to write. They want to write the first
day they attend school. This is no accident. Before
they went to school they marked up walls, pavements,
newspapers with crayons, chalk, pens, or pencils...
anything that makes a mark. The child's marks say, "I
am" (Graves, 1986, p. 3).

Writing workshop allows children to maintain ownership of
their writing through the writing process, and keeps the
desire to write strong.

STATEMENT OF THE PROBLEM

The results of our school's last Program Quality Review

and faculty self-study showed that our school's curriculum
was deficient in the area of writing. It was found that

while there was writing being done, there was little

connection between the reading and writing programs. This
was true throughout the school and at all grade levels. Many

steps in writing were not being taught, and overall, the

staff lacked the knowledge of how writing as a process
worked.

Since that review, the faculty has redesigned the
writing curriculum, a change reflected in the current three
year school plan.

Currently, the writing process is being established;
however, it is still fragmented. Since our school receives
as average of four to five new teachers each year, the

writing programs are never firmly organized and children's
progress in the area of writing is slow and not uniform. New
teachers have difficulty implementing a balanced writing

program, but they are still held accountable in the school

plan for establishing and teaching the writing process.
The purpose of this project is to produce a handbook to
be used by teachers in second through fifth grades at our
school site. This handbook will be used to aid teachers
4

establish and maintain a program that will include the

writing process, address ideas for publishing the children's
work, as well as beginning and maintaining a balanced
writing program.

Teacher inservices will be provided regarding the use

of the handbook, use of the writing process, and scheduling
time for discussions as to how writing programs at the

school site are progressing. The inservice will also address

peer coaching, a process whereby teachers visit each other's
classrooms in order to get a second opinion as to how parts

of their writing program are working. Peer coaching will be
an integral part of the success of this program.

THEORETICAL FOUNDATIONS

There are three basic instructional models of language:

Decoding or Phonics, Skills, and Whole Language.

In the decoding model it is believed that a systematic

approach to teaching phonics will better prepare children to
read and write. Language users must first learn the valuable

decoding-encoding skills to help them understand reading,
writing, and the relationship of written code to oral
language. Students are taught phonics rules in isolation and
are to use these rules to decode words as they come across

them. The teacher is the driving force in this model.
Flashcards, drills, workbooks, and very controlled

vocabulary is used to assist the student in using the
decoding rules. It is basically going from part to whole or
from sounds to Words to meaning.

In the skills model it is believed that language users

need to learn the skills of language. Vocabulary, grammar,

and controlled comprehension are some of the skills the
instructor must teach. It is up to the teacher and the
teacher's guide to make sure the students are learning a
prescribed format. This model depends a great deal upon
basals, workbooks, and worksheets to aid the instructor

teach the skills of language. As in the decoding model, this
model goes from part to whole and the teacher is the driving
6

force.

In the whole language model it is believed that

language users must learn a process of communication. The
most important aspect of this model is that children learn

meaning or comprehend what they are reading or writing. This

is done by integrating reading, writing, listening, and
speaking. Children are introduced to real literature without
a controlled vocabulary. Reading should make sense to the
reader.

In a whole language environment children are willing to

take risks. The teacher acts as a guide and is not the only
one to make decisions as to where the students are going.
Students have a great deal to say about what they are

learning and where they want to go. It is not a free
unstructured environment without any organization. A Whole
Language classroom is highly structured.
The four language modes of communication: reading,

writing, listening, and speaking, are intricately
intertwined. Children read and write everyday; it is vital
to the philosophy of Whole Language. According to Ken
Goodman(1986) " Readers construct meaning during reading.
They use their prior learning and experience to make sense
of the texts .... Writers include enough information and

detail so what they write will be comprehensible to their
readers" (p. 38).
7

Reading and writing support one another. Students

discuss not only what they have read with the teacher and
other students, but also what they are writing and what they

plan on doing with their written piece. Students also
compare their writings to the styles of the author's they
have read.

In this way, all four modes of communication are
integrated. This project builds upon the whole language
model.

LITERATURE REVIEW

"The ability to communicate ideas in writing is a

highly valued skill in our society" (Perez, 1983, p. 847).
Writing has and will continue to be a valuable avenue for
humans to disclose information, emotions, and experiences.
Human beings have a deep need to represent their
experiences through writing. We need to make our
truths beautiful. With crude pictographs, cave men
inscribed their stories onto stony cave walls. With
magic markers, pens, lipstick, and pencils, little
children leave their marks on bathroom walls, on
backs of old envelopes, on their big sister's
homework. In slow wobbly letters, the old and the
sick in our nursing homes and hospitals put their
lives into print .... By articulating experience, we
reclaim it for ourselves (Calkins, 1986, p. 3).

Current research strongly indicates that teaching writing as

a process has positive effects on children's learning and
ability to communicate. This literature review will examine
the following areas of the teaching of writing: 1) essential

elements of the writing process, 2) restructuring the
classroom environment, and 3) the role of the teacher.

Essential Elements of the Writing Process

The writing process is not linear; there is a lot of

interchanging within it, e.g. from rehearsal to drafting to

revising back to rehearsing to drafting again (Murray,
1982).

There are many descriptions of a writing process
(Atwell, 1987; Calkins, 1986; Graves, 1983; Harste, Short, &
9

Burke, 1988; and Murray, 1982). Whatever the name, these
essential elements are always present: a) frequent,

predictable writing time, b) student choice of topic, c)
rehearsing, d) drafting, e) revising, f) self-editing, g)
peer-conferencing, and h) publishing.
Frequent. Predictable Writing Time

Children, like the rest of us, will "write' when they
are not-writing if writing becomes a regular and

frequent part of their lives (Graves). Setting aside
predictable time for writing is important for another
reason: it allows children to take control of their
own writing processes. When children know the

parameters within which they are working, they can
develop strategies and plan their writing. If they
know there will be writing tomorrow, they can say to

themselves, "I'll just write a sketchy draft for now,
and tomorrow, I'll redo the sections that seem weak.'

They can also make plans to confer with a friend, or
put aside a piece until later. But if writing
workshops schedule is always changing, always

haphazard, children remain pawns waiting for their
teacher's agenda (Calkins, 1986, p. 25).

Students that are given time to use the writing process have

time they need to dream as they write without the pressure
of time restraints (Murray, 1982).

One of the most difficult things for teachers to create

is large blocks of uninterrupted writing time (Routman,

1991). The only way that this may be accomplished is for the
teachers to take the time from other subjects, knowing that

progress will be made in related subjects when time is given
students for writing (Graves, 1983). The dividends of such
use of time becomes more evident as the students become more
10

proficient writers.

Regular, frequent time for writing also allows
students to write well. When they have sufficient
time to consider and reconsider what they've written,

they're more likely to achieve the clarity, logic,
voice, and grace of good writing .... A crucial
reality is that good writers and writing don't take
less time; they take more .... With adequate time to
take risks, writers reflect, writers begin to be able
to consider what's working and what needs more work,
to apply new knowledge, and to take control" (Atwell,
1987, p. 55-56).

Students begin to count on the time to write and rewrite

their pieces. Good writing takes more time, not less time

(Atwell, 1987). Students' handwriting, spelling, reading,
and language all improve through the frequent use of

writing. They use all these skills in conjunction with
writing (Graves, 1983).
Choice of Topic

As the areas of control are given more to the students,

they begin to put forth greater effort in writing more in
depth pieces. They write with an enthusiasm and intensity
that could not be achieved through teacher initiated topics
(Calkins, 1986).
When children have a well-chosen topic, their urge to
express so dominates the activity that they lose
track of the conscious aspect of handwriting to focus
more on the message. Thus, they become more relaxed
in dealing with the mechanical aspects of handwriting
and concentrate on being "lost" in the message
(Graves, 1983, p. 23).

Students begin to consciously and unconsciously see ideas
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and possible topics for future writing pieces.
According to Sowers, children in Graves team's study
learned to write by exercising all the options
available to real-world authors, including daily time
for writing, conferences with teachers and peers,

pacing set by each individual writer, and
opportunities to publish their writing. Most
significantly, these students decided what they would
write. Because the topics were their own, children
made an investment in their writing. They drafted and
revised and edited; they cared about content and

correctness. They wrote on a range of topics and in a
variety of modes wider than their had dressed of
assigning (Atwell, 1987, p. 10).
Rehearsal

Regardless of the topic, each writer has a beginning

point. This may change with the same writer depending upon
the topic. "There are no rules, no absolutes, just
alternatives" (Murray, 1982, p. 17).

"The writing process has many beginning points"

(Graves, 1983, p. 221). A writer may begin a piece in a

variety of ways, but before beginning the actual writing the
author has thought about the topic and how they would write
it. Graves (1983) refers to this prewriting activity as a
unconscious "rehearsal" or unconscious thought of how to

approach the intended topic.
The more a writer writes, the more choice and
rehearsal increases and occur at unpredictable

moments. Facts restlessly push their way to the
surface until the writer says, "I'll write about
that" ....

Conscious rehearsal accompanies the decision to
write. Rehearsal refers to the preparations for
composing and can take the form of daydreaming,
sketching, doodling, making lists of words,
12

outlining, reading, conversing, or even writing lines
as a foil to further rehearsal (Graves, 1983, p. 221
223).

Rehearsal increases unconsciously the more a person writes
and it becomes a vital part of a writer's internal cycle.

"In the writing process, authors often produce multiple,
mental drafts even before they begin the document that is
usually considered the first rough draft" (Harste, Short, &

Burke, 1988, p. 9). Rehearsal does not stop once a writer
has begun to write, "Prewriting or rehearsing goes on
constantly" (Routman, 1991, p. 164).
Revising

Revising and editing are often synonymous in writers'
minds. It is very difficult for students to learn how and
when to revise their written pieces as seen by the unchanged

rewriting of written pieces (Dudley, 1989). Some writers

think of it as messing up their papers. (Graves, 1983)

Calkins (1986) suggests that revising a piece is "re-seeing"
it and the information that is being presented.
The most common form of revision is the addition of

information....It is a long time before 'any writer'
spontaneously wants to delete information....John
finally makes the major break through on revision
when he sees the words as temporary, the information
as manipulable (Graves, 1983, p. 156 - 159).

Some children who like their papers to be neat find it

difficult to mess up their papers with additional
information or scratching out parts of their text. However,
13

once children begin to think of the content and what is
acceptable to their intended audience instead of the
aesthetics of the paper, they are willing to take the risk
and revise their pieces (Goodman, 1986).

Routman (1991) believes in telling the students the
truth about revision:

I always let students know how tough revision is
ahead of time, and I find honesty does not scare them

off — quite the contrary. Like the pilot warning
passengers that they are about to experience
turbulence, letting students know that revision will
be challenging helps prepare them for the work ahead
(p. 165).

Donald Murray (1982) says that revision is the last

thing you do to a written piece before publishing it. You
look at the information to see if the piece says what they

wanted it to say. Reggie Routman (1991) refers to revision
as the heart of the writing process.
Editing

"Editing has negative connotations" (Calkins, 1986, p.

18). It has traditionally been done by the teacher red
lining first drafts for all the mechanical errors a student
has made in their written piece (Graves, 1983). "The term

calls to mind corrected pages branded CARELESS and margins
filled with AWKS" (Calkins, 1986, p. 18). However, editing

is a necessity in writing. Students can learn to edit their

own pieces and see it in a different light. "Once content is
14

set, the writer edits

They also want to prevent the

errors or awkwardness that will distract readers and

interfere with meaning; they've learned that readers come to

the page with certain expectations" (Atwell, 1987, p. 106).
The mechanics of a written piece come last. It should

be looked at in depth only after the author has discovered

what they want to say or the content of the piece (Murray,
1982).
Conferencing

Students learn a great deal from each other. If allowed
time to conference and peer edit learning from the strengths

of each other, they can make greater strides in all areas of

writing. "Conferences stimulate because the child does the
work. Children teach, solve problems, answer impossible

questions, or discover new information hidden in the
recesses of experience" (Graves, 1983, p. 119).
Children need to share ideas with each other as well as

with the teacher as they write. Writing is not an isolated

activity. Though it appears a private and quiet type of
activity, it is not (Calkins, 1986). Writers must have the

opportunity to discuss what they are doing, how it is going,
and where they plan on taking it. "Writers need to be
listened to. They need honest, human reactions....Writers

need response while the words are churning out, in the midst
of the messy, tentative act of drafting meaning." (Atwell,
15

1987, p. 66)

Donald Graves (1983) tells of the value of discussing

his writing with other writers in his community. They go to
lunch and discuss their topics, rough drafts, and how their
writing is progressing. Student authors are no different
from professional authors in this need for response.(1983)
"Authors in all media support one another by talking
together and reacting to rough drafts" (Harste, Short, &
Burke, 1988, p. 17).

Students need to share as they are drafting and
revising, but they also need to share when they have
finished their final piece to publication. (Atwell, 1987)
Publishing

Publication is often perceived as something done only
by "real authors". "Children's work should be treated as the

"real' thing .... Celebrating authors and authorship through
publication, plays, exhibitions, and readings should be an
integral part of the daily class routine" (Harste, Short, &
Burke, 1988, p. 16).

Publishing student work is as vital a part of the

writing process as is writing the first draft. " Publication
is crucial: writers most often write to be read" (Atwell,
1987, p. 98).

When students have published their pieces, they should
be exhibited within the classroom and read by all, even the
16

teacher (Harste, Short, & Burke, 1988).

Finally, 'no distinctions are made' between the
reading of children's writing and the writing of
professionals. Both are treated as important writing
with the same scrutiny given to the information in
each by using the same process: receive the work,
discuss what is contained in the piece, then

formulate questions for the author. The mystique of
authorship is removed that children might learn to
think and experience the joys of authorship for
themselves (Graves, 1983, p. 76).

Restructuring the Classroom Environment

The writing process approach requires a radically
different pace and classroom structure than we are
used to in our schools. If students are going to

become deeply invested in their writing, and if they
are going to draft and revise, sharing their texts
with each other as they write, they need the luxury
of time. If they are going to have the chance to do
their best, and then to make their best better, they
need long blocks of time. Sustained effort and
craftsmanship are essential in writing well. Yet they
run contrary to the modern American way (Calkins,
1986, p. 23).

The organization of a whole language classroom is a
highly structured environment. The room has a great deal of

print and literature displayed, including student published
works. These works are not just displayed and ignored they
are read everyday (Goodman, 1986). "How we structure the

workshop is less important than that we structure it"
(Calkins, 1986, p. 8).
Children need an environment in which they feel safe
and free to take risks in their writing. Setting up a
classroom where this can happen is vital to the student's
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success. They need to feel comfortable enough that they can

explore new ideas and share their ideas with peers and
teachers without the

threat of criticism (Harste, Short, &

Burke, 1988). "Learning activities are open-ended and
involve student choice, discussion, and sharing in a social,
literate environment. Risk taking and making errors are

encouraged as being necessary for optimal language
development" (Routman, 1988, p. 26).

Frequently teachers see themselves as providers of
intellectual information that must be learned by the

students; this is not so with writing. Students need to

experience what the writing process is and not have the
elements of it forced aversely on them. These principles and
elements are irrelevant to the students until they can learn

and experience these elements in a personal, practical
application of writing (Murray, 1982).
We . . . need to create a setting which encourages

lots of reading and writing . . . . They need to
write for real audiences. They need to write for
themselves, for both younger and older children, for
adults they know, for some general unknown audience
as well (Newman, 1985, p. 31).

In a whole language classroom, writing is approached

from the perspective of children having complete ownership
of their written piece, from choice of topic to revision to

publication. They are dignified as authors, surrounded with
good literature, allowed time to write, celebrated as
18

authors through publication, and given opportunities to
share with each other; They should know where the writing
materials are kept, have a wide variety of writing materials
at their disposal, and know how to use them (Atwell, 1987).
"We need to make all classrooms more user friendly for
writers" (Routman, 1991, p. 170).
The Role of the Teacher

To be a teacher of a process such as this takes
qualities too few of us have, but which most of us
can develop. We have to be quiet, to listen, to
respond. We are not the initiator or the motivator;
we are the reader, the recipient .... We must respect
our students for his potential truth and for his
potential voice. We are coaches, encouragers,
developers, creators of environments in which our
students can experience the writing process for
themselves (Murray, 1982, p. 10).

The teacher is in the classroom not to red-line a

student's written piece and tell them all the things they
should have done, but to confer and discuss ideas, problems,

and successes (Atwell, 1987). The teacher in a whole
language class intervenes only when asked by the student
author or when a need for clarification is seen by the
teacher. "One of the most common critiques of the

process/conference approach is that we do not intervene
enough in the writer's composing" (Graves, 1983, p. 843).
Donald Murray (1982) believes that a teacher creates a

climate within the classroom where the actual writing

process takes place. A teacher is the most successful when
19

they interfere or "teach" the least and allow students the
freedom to explore and experience the writing process.
Students will learn more in an atmosphere where they are

allowed freedom to use a writing process and to share with

their peers. This means the teacher must give up control an
pass this on to their students.

Teachers that use a writing process themselves, will be

well acquainted with the ins and outs of writing as a

process. They will thereby be of greater assistance to their
students than the teacher that has never used a writing
process.

We need to share in the writing process by being
writers ourselves. Children don't need to be told how

to write, they need to be shown. By providing
demonstrations of writing in action, by being
partners in the creating process, we do more to help
children figure out how to be writers themselves than
all of our correcting of their "mistakes" can ever
hope to do (Newman, 1985, p. 31).
Few children see adults who read, but even fewer

children see adults modeling writing. We need to provide

this model by writing and sharing our writing with our
students frequently. We provide them with reading models,
this must also be extended to the area of writing (Atwell,

1987). Teachers of art, woodshop, and music practice the
subject matter they teach. Those who instruct students in
the area of writing should be writers or users of their
craft, as well (Routman, 1991). Teachers who write
20

understand the problems and difficulties students face as

they work on their own written pieces, and have a greater
understanding of how the writing process works. They
understand first hand what writer's block is and how to work

with it. They understand the joys and frustrations feel as
they see a piece that has been labored over come together

(Atwell, 1987). "We must become genuine users and risk
takers before we can expect the same of our students. This
is not an easy task, even for those who do it regularly"
(Routman, 1991, p. 161).

Writing teachers need to take responsibility for
their knowledge and teaching. We must seek out
professional resources that reflect far-reaching
conclusions of recent research into children's

writing. And we must become writers and researchers,
observing and learning from our own and our students'
writing (Atwell, 1987, p. 18).

We must constantly update the knowledge we have if we are to
become as Mary Lynn Woods (1988) describes: "supporters of
the learning process".

Good teaching like good writing, is created and
crafted through a continual process of revision. The
teacher, like the writer, asks, "What is working?
What isn't working?", "What do I have to rework, and
how should I go about it?" Such questions lead to
changes, to appraisal of the results, and to further
revision (Bird, 1989, p. 15).

A teacher is constantly revising how they teach writing.

Donald Murray (1982) reflects that the purpose of using a
writing process in a workshop-like classroom environment,
21

with new teacher expectations is to help children grow as
writers. "Children's growth in writing is not happenstance"
(Graves, 1983, p. 233).

22

OBJECTIVES

My objectives for writing this project are to produce a

handbook that can be used by teachers to set up and maintain
a writing program that will include all essential elements

of a writing process.

A handbook was written to aid

teachers in establishing a writing program that would

include: a) frequent, predictable amounts of time for
students to use to write, b) student selected topics on
which to write, c) rehearsing, d) drafting, e)

editing/revising, f) peer/teacher conferencing, and g)
publishing.
The handbook will also aid teachers in establishing a
classroom environment that will encourage students to take

risks in their writing, share with their peers, and

experiment with the various components of a writing process.

LIMITATIONS

This handbook is written for the express needs of the

staff of a local school district. It is designed to aid

teachers in grades second through fifth in implementing a

complete writing program including the essential elements of
a writing process as prescribed in the three year school
plan. It will be especially helpful for the new teachers who
arrive each year at this site.
23
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INTRODUCTION

Most teachers have had only one or two classes in

their college careers in the area of writing* These
classes generally address the various types of writing:

informative, persuasive, and expository. Few teachejrs
have really had a writing class dealing with how to set
up a writing program, how to use a writing process(pr

what a writing process is), or how to help students work
through a process. Too often an elementary school writing
program consists of a variety of story starters and some
catchy ideas to motivate students to write. Children are

not often encouraged to write frequently on topics pf
their own choice.

Writing maybe a vital part of every teacher's

curriculum. Teaching a writing process empowers stu<|Jents
with tools and skills that will last their whole

lifetime. Teaching students how to write effectively is
also teaching them reading, listening, and speaking
skills. Effective writers become more critical readers

and discover many difficult and complex ideas in wrj.tten
text.
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Nancie Atwell's writing workshop is a model tt^^at
focuses on teaching writing as a process in a risk free

environment. In a writing workshop students are on their

own to choose topics, write about them, self-edit,
revise, and conduct peer conferencing. During this time
the teacher moves around the room conducting personal
conferences with individual students. A writing workshop

allows children to maintain ownership of their writjing
through a writing process, and keeps the desire to Write
strong.

This handbook is designed to aid teachers in

establishing and maintaining a writing process withing a
writing workshop setting.
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ESSENTIAL ELEMENTS OF A WRITING PROCESS

A writing process that includes all of the foJjlowing
elements to be complete: prewriting, drafting,
11
conferencing, revising, editing, and publication wi]
le
empower students with writing skills that will enab]

ir
them to communicate more effectively throughout the;

lifetime.
Prewriting

Prewriting is the first stage in writing. It m;ay

take many forms and is not limited to the forms listed
below.

a) doodling

b) sketching pictures that deal with a topic
c) making lists of words or ideas
d) daydreaming
e) reading
f) conversing

g) outlining, clustering, mapping
h) writing lines or a rough draft

Prewriting is also referred to as rehearsal. Writers
often rehearse mentally what they are going to writes

before they actually put anything on paper. The mor^
31

^ ,

frequently a person writes, the more rehearsing tahies

place. Rehearsing is done throughout the entire writing
experience and not just at the beginning of a written
piece.
Drafting

Drafting is the actual writing of the piece. A rough
draft should not be concerned with spelling, punctuation,
or capitalization in the beginning stages. The most

important part of drafting is the act of writing dcwn
ideas/story in as logical a sense as possible for a first
draft. If an author has to worry about writing mechanics

at this point, the writer is stifled and the written
piece will be a poor quality.
As students draft their written piece they will
learn to strike out words and phrases that they do not

want. Striking out words or phrases, rather than erasing

them gives the writer the opportunity to review as they

get farther into the piece and see if they really want to
delete this information.
Conferencing

Conferencing is a very important part of any writing

process. Writing is not an isolated activity, though it
appears to be private and quiet. Writers must have the

opportunity to discuss what they are doing, how it is
going, and where they plan to take the piece.
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Students will gain a great deal from each other's
writing, as well as from the teacher's writing, if they
are allowed to discuss what has been written. They can

make greater strides in all areas of writing, if thiey are
given frequent time to conference and peer edit. Thiey
will learn strengths from each other and collect new
ideas to write about in the future. Each writer will have

many writing models to listen to and learn from thij^ough
the conferencing experience.
Revising

Revising and editing are often synonymous in

writers' minds; however, the two processes are different.
Revising is the adding and deleting of information for

the purpose of making a piece logical and the infoij-mation
easy to understand.

It is very difficult for students to learn how and

when to revise their written pieces, but they can qind
will learn this concept. The majority of student's

initial revision is the adding of information. It ^s very
difficult for any writer, even adults, to learn to delete

information from a piece. At first, young writers think

of revising as messing up their papers, but as thet learn
the power of revision, they begin to see it as impi'oving
and clarifying their thoughts.
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Editing

Editing is the correcting of mechanical error^ in
writing. Spelling, punctuation, capitalization,
indentation, syntax, and complete sentences all fall

under the heading of editing. Traditionally, editing has
been done by teachers. However, students will learn more
about the editing process from doing their own edi"t:ing,
rather than by having it done for them.
Not all students are able to edit their entire piece

accurately without help. This help needs to be given by

peers as much as possible and by the teacher sparingly.
If the teacher does too much of the editing, students

will give up ownership of their written piece. In their
minds the piece will belong to the teacher. Many s1:udents
may also get discouraged by the number of mechanical

errors the teacher might show them during "correcting" or
"editing" and give up trying to write.

The mechanics of a written piece should come last.
It should be looked at in-depth only after the autliors

have discovered the content of the piece, what they want

to say, how they want to say it, and when the piec^ is
relatively complete.
Publishing

Publication is often perceived as something dpne
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only by "real authors". Students are not often consiidered
authors by adults, but instead, are viewed as someone who
needs to learn to write correctly. However, student:
authors have much to say, often even more than many

adults. Students should be given the same privilegcis as
adults or professional authors.
Allowing students to publish builds their selfesteem and increases their desire to write in the future.

Writing and reading skills also improve when childi-en are

given the opportunity to publish their written piec;es.
However, students do not need to publish everything they

write. They should be allowed the same privileges that
adult authors have, by being allowed to choose items they
want to publish. If they are expected to publish every

piece they write, the enthusiasm created by publishing
may be lost.

Their published works should be read right along

with those Of professional authors. They should be read
by other students as well as by the teacher.

Donald Graves believes that children's writing

should be celebrated along with that of professional
authors.

"^No distinctions should be made' between the
reading of children's writing and the writing of
pifofessionals. Both are treated as important \[/riting
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with the same scrutiny given to the information in

each by using the same process: receive the wgrk,
discuss what is contained in the piece, then

formulate questions for the author. The mystique of
authorship is removed that children might leairn to
think and experience the joys of authorship for
themselves" (1983, p. 76).

Publication can take many forms:
1) books

a) regular size books
b) big books

c) special shaped books
d) group books

e) picture books
f) pop-up books

g) cook books

h) comic books
2) posters
3) class newspapers

4) class/individual magazines
5) reports

6) puppet shows, readers' theater scripts, plays

7) a bound book kept in a prominent place into which
students copy a sentence or paragraph that they want
36

to share.

8) letters

9) petitions
10) travel brochures

11) comic strips
12) interviews
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USING A WRITING PROCESS

Although the elements of a writing process ha^e been
presented in a seguence, they do not necessarily follow a
strict order. Writing is not linear; there is a lot of

interchanging within it, e.g. from rehearsal to dreifting
to revising back to rehearsing to drafting again.
Many attitudes about writing, the class envir<3nment,
the teacher's role, and time required for a writing

workshop need to be addressed. For a writing process to

be truly successful, teachers need to rethink some
traditional beliefs, beliefs that are already being
addressed through the whole language approach to
teaching.
Classroom Environment

"The writing process approach requires a radically
different pace and classroom structure than we are used
to in our schools." (Calkins, 1986, p.23)
Children need an environment that enhances thleir

desire to take risks. They need the joy and stimulation
of a variety of materials that they can use. They need

more than just the standard lined newsprint and pe|ncils
to use. They need different kinds of paper (lined

newsprint; blank, white ditto paper; construction paper;

butcher paper), a variety of writing utensils (per|cils,
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pens, colored pencils, markers, pastels, paints, etc..)/

staplers, tape, scissors, brads. The variety of materials
alone will excite them and they will do a great decil of

experimenting in their writing and illustrating.
Students need an environment in which they fecil safe
and free to take risks in their writing. They need to

feel they can explore new ideas and share their ideas

with peers and teachers without the threat of criticism.
According to Reggie Routman: "We need to make all
classrooms more user-friendly for writers" (1991, p.
170).
Time

"If students are going'to become deeply invested in
their writing, and if they are going to draft and revise,

sharing their texts with each other as they write, they
need the luxury of time. If they are going to have the
chance to do their best, and then to make their best

better, they need long blocks of time. Sustained effort
and craftsmanship are essential in writing well"
(Calkins, 1986, p. 23)

One of the most difficult things to give up is time.

Our days are crowded with pull out programs, district
requirements, and the constant time needed for

remediating students. TIME is an absolute requireijent for
writing. Giving up one hour blocks of time at leasit three
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times a week will produce many varied and exciting
benefits for the children. They will learn reading,

writing, listening, and speaking skills during this long
block of time.

For the writing process to reach its full potential,
students must be given frequent, predictable amounlps of
time. Nancie Atwell has found:

"Regular, frequent time for writing also allovlrs

students to write well. When they have sufficient
time to consider and reconsider what they've

written, they're more likely to achieve the clarity,
logic, voice, and grace of good writing .... A

crucial reality is that good writers and writing
don't take less time; they take more .... With

adequate time to take risks, writers reflect,

writers begin to be able to consider what's w<3rking
and what needs more work, to apply new knowledge,
and to take control" (1987, p. 55-56).

Once this routine is established, students be<jin to
count on this time to write and rewrite their pieces.
Students will begin to pace themselves and their written

projects. They will mentally plan how and on what they

will use their time. They will count on

writing time to

accomplish self-made goals. They will developing

strategies and plan their writing. They will use all the
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steps in a writing process if they are allowed the
valuable commodity: TIME.

"Children, like the rest of us, will "write' When
they are not-writing if writing becomes a regular cind
frequent part of their lives" (Donald Graves, 1983,
25).
Choice of Topic

Students need to write on topics in which theW are
interested. They will write more and in greater depth on

topics of their choice. At first, students are hesitant
and unwilling to come up with their own topics. Foj: many

students it is a first in their school career. They do
not have to think of topics; they have always been given

topics in welfare system of writing. It has become a
welfare system because students don't have to thinlc of
topics and genres; these are given to them. They have
minimal responsibility for developing their writing and
their own voice.

When the option of using self-chosen topics is

presented, students benefit from learning methods for
selecting topics and starting to write. Generally,

a

chosen topic will be something that the students have
experienced.

Teachers should model this technique. They might

write three or four topics that might be interestijng to
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the teachers on the board or butcher paper. The tecicher

should explain where they got the ideas and why thesy

chose them. The teacher might choose personal expeij-iences
or topics about which they know a great deal.
Nancie Atwell's book, In the Middle, does an

excellent job of showing the teacher how to start

students in the area of self- chosen topics. Studeifits
will also investigate a number of topics from each other

as they conference and share their stories.
Teacher's Role

Teachers are the most successful when they interfere
or "teach" the least and allow students the freedom to

explore and experience the writing process. Students will
learn more in an atmosphere where they are allowed the

freedom to use a writing process and to share with
others. They learn from their experiences as well as from

their peers. This means that the teacher must give up
control, passing it on to their students.
Teachers become more of a coach and an encourager,

helping students believe in themselves and in their own

efforts. This also frees up the teacher to do indi|vidual
conferences and to write on topics of their own.
One of the most difficult tasks for any teacher is

to model the writing process. Few children see reading

modeled, but even fewer children see writing modeled.
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Teachers need to provide students with a model by writing

and frequently sharing their writing with their stvidents.
By becoming a writer in the classroom, teachers ares

taking risks and experiencing the writing process ifith
their students. Teachers become more aware of the

problems and difficulties students face as they write. By

doing so, teachers can better understand the writeij-'s
joys and frustrations first hand.
Teachers need to share writing they have done
outside of class and discuss the difficulties and

successes they have experienced in their writings.

Teachers need to allow students to question them ai they

would question each other. The students will be amazed
that an adult experiences the same problems,

difficulties, and successes they experience in their own
writing. Often students believe that adults write a

publishable copy the first time they put pen to paper.
Peer Coaching

As teachers begin to use the writing process in

their classes, they need the support and understanding of
their peers. Just as writing is not an isolated activity,

establishing a writing process is not an isolated
activity, either. Teachers need to share with theit
colleagues, exchanging ideas from them as to what is
working and why they are being successful, as well as
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sharing their own successes and difficulties.
It is extremely helpful to observe other teachers'
classes during writing time. This can be done during

P.E., planning time, or by arranging time with oth^r
teachers.

Peer coaching is vital to the success of

implementing a writing process. Peers come into a cjilass
to look for specific areas in which a teacher is

interested in improving. Peers will come into a cl^ss at
a pre-arranged time and write what they see. They should

not to write any evaluations, only what the teacheij: has
asked them to observe; thereby giving the teacher

objective feedback on areas of the teacher's concerns.
Peers meet with the teacher at another time and discuss

what they have observed.
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ESTABLISHING A WRITING WORKSHOP ENVIRONMENT

Starting the writing workshop with a mini lessson is
valuable because it provides students with direction and

keeps them focused on what they are doing during the
workshop. A mini lesson is usually five to ten minutes
long, given by the teacher covering any aspect of
writing: conferencing, publishing, editing, how to use a

dictionary, what an adjective is, etc... Whatever is
addressed, increases student awareness and ability to
apply it to their own writing. Mini lessons can be

repeated as often as needed or appropriate.
It is also important to track students' daily

progress. This can be done by what Nancie Atwell refers
to as a "Status-of-the- Class" chart. Students in fny
class know it as "checking in" (See figure 1). Each
student's name is on a list. Room is left on the chart

for the title or topic of each student's piece. Next to

this is a space to note which part of the process will be
used during that day's writing period according to the
student. The teacher calls each student's name. They

state their topic or title and what they will be working
on during this writing period, e.g. revising,
conferencing, drafting, etc... This gives the teacher the
opportunity to briefly discuss student's progress and
45

problems they may be experiencing.

At the end of a writing session, it is important to
allow

students to share all, a part, or an unfinished

piece of writing. This brings closure to the writing
workshop and allows large group conferencing. Studtmts
read what they have written to the class, receive whole
class feedback, and the class can find out what other
writers are up to. Nancie Atwell refers to this as "Group
Share". She has an excellent chapter on how to run this

sharing session in her book. In the Middle.
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SETTING UP A WRITING PROGRAM

Each teacher's writing workshop reflects that

teacher's individual style and that class' unique
personality. This will change from year to year,
reflecting the teacher's growth and each group of
students. Nancie Atwell presents the evolution of lier

writer's workshop in her book In the Middle, and I will

present my own writer's workshop evolution to demonstrate
other possible approaches as variations.
When I originally set up my writing program,

divided my class into five groups; two drafting grcoups,
one editing group, one conferencing group, and one

publishing group. The children

worked in one of ttiese

five groups everyday of the week. I experienced preoblems
when students started telling me that they did not

have

something to publish on their publishing day or th<'Y

weren't ready to edit or conference on their editing or
conferencing days. Many children wanted to draft three or
four days a week instead of just two. Other students were
done with their writing the first day and were ready to

move on to editing on the second day. I moved the entire
group through the process as a group. Many students were
frustrated with this system.

Next, I decided to let students move through the
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process at their own pace. This worked much better for

the various levels of writing abilities. The problem I
encountered with this move was that I had a very

difficult time keeping track of where everyone was and
what they were doing.

Regardless of the problems, I discovered that all
students were doing more writing, and, in both insl:ances
the students looked forward to writing workshop. These

two variations took me two years to work through. I found

that the more responsibility I gave to the students, the
more they accepted. This was not an absolute, there were
still those who had difficulty writing, but even t]ie

reluctant writers were producing more. This increased
even more when we started to use Group Share, and

students shared

the stories, poems, etc... they had

written with the entire class. This was the spark that

inspired everyone to write more. Students demonstrated a
great deal of pride in their work and become more
critical of their own writing and what they were doing

with it. Students became willing to take greater risks
and wrote on a wider variety of topics.

Nobody can just start using the entire writinjg
process in a workshop setting all at once. It takejs time
and lots of trial and error. Teachers need to selelct
parts of the writing process and workshop environitjent
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with which they feel comfortable and try these aspects

before adding more to their program. As teachers become
more comfortable with each element, they will incorporate

additional aspects of the writing process in a workshop
setting. Teachers will begin to release their contjrol of
topic and the speed with which students move throu<jh the

process. This will not happen overnight, or even over the
course of a year. But as the students grow, the teacher

will also grow as the workshop develops. The teacher will
feel moments of discouragement and overwhelming sucjcess.

These feelings need to be shared with supportive
colleagues to maximize continued progress.

It is also very helpful to read books on a writing
process and writing workshops.

Most important is to visit colleagues' classes and

participate in peer coaching. This will provide the
teacher with an entirely different view of what they are
doing in the classroom and how to proceed.
"Good teaching like good writing, is created and

crafted through a continual process of revision.
The teacher, like the writer, asks, "What is
working? What isn't working?', "What do I have to
rework, and how should I go about it?' Such

questions lead to changes, to appraisal of the
results, and to further revision (Bird, 1989,
49

p.l5).

Writing workshop is an approach that not only
teaches writing as a process, but empowers students to
believe in themselves as writers. It allows teachers to

meet students at their particular point of need. T<5aching
is not abandoned, but simply restructured to allow for

individual avenues of learning and growing.

"Human beings have a deep need to represent t^eir
experiences through writing. We need to make pur

truths beautiful. With crude pictographs, cav^ men
inscribed their stories onto a stony cave walls.

With magic markers, pens, lipstick, and pencils,
little children leave their marks on bathroom walls,

on backs of old envelopes, on their big sister's
homework. In slow wobbly letters, the old and the

sick in our nursing
lives into print

homes and hospitals put pheir

.... By articulating experience,

we reclaim it for ourselves" (Calkins, 1986, p. 3).

Writing workshops enables students to reclaim theip own
experiences for themselves.
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Figure

Figure 1. This is an example of what my personal Status
of-the-Class chart looks like.
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STAtoS-OF THE-CLASS CHART
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